Introduction
Management development is a contested area of theorising, and draws from relevant management concepts and organisational theory. The notion evolved from an industrial context where it was perceived as contributive to increased output. Stress on economic orientation and accountability in education emphasised the need for management development in education (Fullan:1993; Green:1994; Middlehurst:1995a; 1995b; Reeves:1995) . The perception of educational institutions as organisations with specific aims, and "management development as an integral part of the process of orgnisational development" (Mullins: 1995:682) lent great stress to management development. It linked organisational development with management effectiveness and output, requiring development of management potential to achieve the intended aims.
An Overview
In the developed world, the flux of literature concerning management development and training from the 1970s onwards was a response to the increasing complexity and diversity of educational institutions, and the economic, social and political elements leading to these developments. In Britain, "government sponsored research and policy initiatives provided a major impetus to educational management studies and training" (Preedy:1989:3) . Development of BEMAS around the same time also points to the increasing demands and interest in the area. DES 3/83 and DES 1987 explicitly conveyed government policy regarding management development in educational institutions and linked it with economic development.
Research programmes focusing on needs analysis of educational managers highlighted the unpreparedness of personnel appointed as institutional managers. In a study of managers from ten universities and university colleges in Britain, Cuthbert et al reported confusion and lack of preparation for management mentioned by their respondents (1987:24) . They perceived management development as "an attempt to improve management effectiveness through a planned and deliberate learning process ----to improve educational practice by improving manager's performance" (Ibid:10). Educational progression to a considerable extent depends on the capabilities of the administrative heads to execute and support the developmental and implementation phases. In broad terms, management development implies improvement of management potential and effectiveness. Chambers et al define management potential as "the capacity to make intended and accepted things happen through the use of given resources " (1990:12) and explain 'development' as implying "improvement, becoming more accomplished, bettering oneself" (Ibid:14).
Management development is not necessarily linked with knowledge gained through formal education, or skills learned through specific training, although these can be contributory factors besides many others. It is often used as a blanket term inclusive of relevant experience, education and training. Middlehurst provides an interpretation of the three termsmanagement education, training, and development -given by Constable and McCormic (1987) , who describe management education as formal qualifications, management training as formal learning activities, and management development as "broader still, job experience and learning from others" (Middlehurst:1995b:98,99) . The meanings often vary in actual applications. Cuthbert et al observe that among senior management staff, training is "narrowly conceived as skills and task based; as being appropriate to career formations rather than senior positions. Development, on the other hand, carries associations with experience and continuous learning" (:1987:239) .
Ideally, management development in education should aim at improving performance and effectiveness: individual effectiveness and organisational improvement (Mullins: 1995:682) ; and also 'pupil performance' (Ballinger:1986:10 ). An increasing emphasis on the interrelationship between management development and the institution's development and output (Brew:1995) , and claims that the task of education will be compromised without effective management (Burnham:1994:25) indicate the direction of the argument. Middlehurst takes a very explicit stand:
"poor management at the top …. directly effects the capacity and the motivation of individuals and groups to teach, research and to learn to their fullest potential " (1995b:106) .
This requires a brief discussion of the phasing and processes of development.
Development Approaches
There is a high consensus on the need for training and development of institutional heads at the induction stage as a process of "orientation to new roles" (Middlehurst 1993:176) . Many studies recommend development opportunities for managers to enhance their confidence in their ability to take on a new job (Lund:1990; Middlehurst:1995b; O'Neil:1995) . However, the work context needs to be considered when planning approaches to training and development (Middlehurst:1995:98) . Political and ideological approaches towards education greatly influence the nature of development policies and strategies. Accordingly, development activities can consist of very structured and specific programmes concentrating on learning a particular process or skill/s, or these may be intended to enhance resourcefulness and preparedness through increased understanding and insight, helping an individual to realise his/her full potential to manage in a way that allows for the individuality of the person and which enhances effectiveness within a particular context. The management development model suggested by Bolam (1987) demonstrates that there are distinct development needs not only at induction but in relation to the whole career and also in terms of stages within a particular post: the preparation stage (when they wish to apply for a new post) the appointment stage (when they are selected or rejected) the induction stage (e.g. first two years in a post) the in-service stage (e.g. 3-5, 6-10, 11+ years in a post) the transitional stage (i.e. promotion, re-deployment, retirement)
The emphasis is not just on preparing for the new job, but on continuous development and support programmes for effectiveness. Any perception of training and development "as a means of rectifying deficiencies" (Middlehurst: 1995b:109) , or a help "to jump the … hurdles" (Legotlo and Westhuizen: 1996:409) ignores the complex management contexts of educational institutions which require "sustained development rather than short-term patching up operations" (Brew: 1995:5). Middlehurst makes a very succinct statement:
"given the breadth of these tasks, it is obvious that narrowly conceived and short-term training will not be sufficient to prepare individuals for senior roles or to support them when in a post, …. it is also clear that some preparation and continuing development will be required" (1995b:103).
Stressing continuing training and development for 'institutional managers', he strongly argues against the dangerous assumption that those who reach the pinnacle of their organisations -i.e. institutional heads, principals and others -no longer require further training or development. He proposes "an approach which embraces continuing and active participation in learning at all levels of organisation, including the top" (1995:98) . In his opinion, lack of formal management education among university staff has strong 'implications for the design of management training and development opportunities' (Ibid:99). Middlehurst favours a 'holistic view of management learning', with an emphasis on 'renewal': "to remain intellectually stimulated and challenged, to maintain a breadth of vision and perspective, to achieve personal and professional refreshment (to stave off physical and psychological stress 1 ), to sustain outside contacts or to overcome isolation and institutional introversion " (1990:114,5 ).
To achieve this ongoing development, Middlehurst considers three types of learning processes for institutional heads (1993:174).
-informal managerial (in job experience); -integrated managerial (through feed back on performance); and -formal managerial (formal management development).
Learning through experience is in line with the famous Chinese proverb: I do and I understand. It has particular relevance for contexts like Pakistan with specific traditions and philosophy of education, and an absence of relevant management development programmes. In such situations, experience is often the only available mode of learning. Generally, learning through experience is perceived as a natural process but it has limitations, and as Bush maintains:
"Disastrous errors of judgement can occur while experience is being gained. Mistakes are both costly in material and human terms"; and he further quotes Jennings (1977:vii) that "wise men do not have to learn of the existence of every brick wall by banging their nose into it" (Bush:1994:34 ).
Burgoyne argues that natural management processes take place in all organisations, can work in the start, but cannot work for all sorts of organisations and cannot be clung to beyond its time (1988) . It relies on experience, and on how experience is perceived and used. Dewey's theory of experiential learning presents a cyclical process where experience and practice feed into each other. Discussing his theory, Osterman and Kottkamp (1993) argue that experience is a basis for learning but it requires reflection to serve as a learning process 2 . Boud et al also maintain that "while experience may be the foundation of learning, it does not necessarily lead to it: there needs to be active engagement with it" (1993:9). Learning from experience is not a linear process; it is learning and un-learning, and re-working: "Experience has to be arrested, examined, analysed, considered and negated in order to shift it to knowledge" (Criticos: 1993:161) . Criticos stresses the significance of reflection and reflexivity by explaining the value of the intellectual growth that follows the process of reflecting on experience, emphasising that "effective learning does not follow from a positive experience but from effective reflection" (1993:162).
Schon defines reflective practice as "a dialogue of thinking and doing through which I become more skillful " (1987:34) . This dialogue is simultaneous where: "The reflective practitioner assumes a dual stance, being on the one hand, the actor in a drama, and on the other hand, the critic who sits in the audience watching and analysing the entire performance" (Osterman and Kottkamp: 1993:19) .
Management development programmes are generally linked with management theories (Bush:1994) , and shape the training approaches. The notion of development is constructed by the ideological, political, social and economic factors on one level, and on another level, management concept, organisational ethos and learning approaches shape it in articulation with the specific contextual needs.
In view of the diversity and plurality of management situations, the emphasis on training needs of institutional heads 3 appears linked with a consideration of the specific ethos of educational institutions and the uniqueness of each management context (Gray:1980; 1982; Greenfield:1993; Hodgkinson:1991) . Training people to replicate, or apply borrowed 'management techniques' (Gray: 1980:14) cannot be effective in education where each management situation is unique. Lund sees it as "a shift from a purely skill based approach to an emphasis on the personal development of the manager" (1990:41). Gray stresses and I agree that:
"if we are to train people to manage, we must train them not to learn and remember what others have thought but to think and decide for themselves " (1982:8) .
For the purposes of development, management skills can be defined as "both specific to organisations, applicable only on site, yet general enough to admit of technical training and preparation …" (Hodgkinson: 1991:53) . The areas emphasised might differ in different contexts or may have diverse priority levels, and the learning approaches deemed effective may vary but there is a high consensus in literature on the need for management development. Certainly there are barriers of time and resources for development (Cuthbert et al: 1987:239; Burnham: 1994:93) , considering the size of the education sector, but the stress on the need is unanimous.
Management of Change
In today's context of economic constraints and global pressures, academic excellence cannot suffice to cope with the changing economic situations. It requires the development of relevant expertise. Besides, the process of change is pervasive and dynamic. The need to manage 'change and improvement with shrinking resources in turbulent times' (Busher and Smith: 1993:1) is emerging as a compelling theme in educational management. Vast literature on management of change bears evidence to the phenomenon. The snowball process of change has been increasingly gaining speed and size, demanding the strategic management of financial and physical resources (Fullan:1991; Green:1994; Leigh:1994; Reeves:1995; Weil:1994) . Bush and West-Burnham admit that due to the rapid pace of change "college managers have to absorb and interpret externally imposed change while facilitating internal innovations" and to this purpose they need a 'fire fighting' approach accompanied by a 'vision ' (1994:3) . The Coombe Lodge Report (1994) conveys an awareness of rapid change with increasing demands on management, which not only requires a re-consideration of management theories and leadership styles but also necessitates the development of those responsible for management.
The manager is the new focus, and the shift of focus from teacher to the manager is indicative of the change where education is increasingly exposed to market forces and global effects. The emphasis on the institutional heads as the agents of change has been increasing (Fullan: 1991:152) . Discussing different initiatives towards this end in the USA and Canada, Fullan emphasises that the need for professional development of leaders is more important than staff development because of its 'strategic importance' (Ibid:336-9). He perceives the "principals as gatekeepers or facilitators of change" (1993:11) who need to be prepared to manage it to the fullest of their abilities, in the best interest of organisational goals. The change can be initiated, or "imposed and unprecedented" (Newton and Tarrant: 1992:1) , and in both cases requires sensitive management. It can be stressful (Ibid:205) if there is disparity between job and ability 4 , leading to failure of implementing change as it did in the case of privatisation of selected institutions in Pakistan. Burnham claims that:
"the reason why educational changes are often perceived as so problematic is not the nature of change itself but the nature of the knowledge, skills and attitudes of those involved and the way that these are exposed in action" (1994:93).
Management development is a coping strategy. Management development of those occupying key leadership positions in view of changes in institutions and the educational sector gains importance in order to conduct change and development (Lyons: 1993:119; also 1982) . Increasingly, the future education sector is "being forced by external pressure from a service to a business orientation which is having an impact upon management strategies and styles" (Elliott and Crossley: 1997:88; Elliot and Hal: 1994:5) . The inability of the educational managers to manage in the new context cannot change the requirements but it may lead to the exploration of other options to satisfy the need. Back in 1988, Lewis C., Principal Swansea College, wondered prophetically "whether by 1995 the principal will have become a managing director"; and now there are advertisements in Europe for principals/vice-principals asking for a "generic management qualification such as the MBA" (Elliot and Hall: 1994:6). There is an ongoing debate in the area, maintaining that if principals do not have a background in education, quality of education and the special ethos of the educational institutions may suffer; and second, the practice may prove a barrier to teachers' promotions and affect teachers' motivation. This supports the argument to develop the management potential of the people from an educational background, 'who often lack in formal management education' (Middlehurst:1995b) , to meet the ever increasing challenges of the time, and to maintain and improve the quality of education.
The requirements of change have emphasised interdependence between education and economic development, and demand that "education must be accountable and managed for the economic good" (Slatter:1994). In Pakistan, a changed orientation of educational aims is being constructed under global pressures asking for a new approach in management. The efforts to lead colleges towards financial autonomy marked the impact of change (Iqbal and Davies: 1994) , and the doubts in managing financial autonomy pointed to the need for expertise in finance management. The predicament of concerned managers was equal to that of novice swimmers thrown against strong currents and flailing desperately for survival. In this case they had to be rescued by the government through retraction of the process ( Jang: 1997) . It shows that management of colleges has become a complex activity, which "cannot be left to chance, or to ambitious and enthusiastic individuals taking the initiative on their own behalf" (Bullock et al: 1995; . It is an area of serious policy and application.
Another dimension of the issue is that change is not always welcome or necessarily developmental (Fullan:1991; Nisbet:1980; Schon:1971) . Fullan argues that it can be stressful and problematic, involving anxiety, loss, and resistance from people, individuals and organisations, as it seemed in the case of Pakistan (Iqbal and Davies: 1994) . Professional unpreparedness in such situations can be damaging for the managers, the managed and the organisations. Greenfield rightly questions the tendency to ignore management development:
"why do we merely throw people at these jobs, expecting them to do well with almost no experience of them, offering them no analysis of their experience " (1993:258) .
It is increasingly viewed as a waste to leave "the resources and students in the hands of a person unprepared or untrained to handle" (Coulson:1990) . Speaking from a developing country perspective, although from a school context, Legotlo and Westhuizen write:
"Gone are the days of trial-and-error and swim-or-sink induction strategies.
Without specific attention to the effective management development programmes for school principals, such as the well-planned comprehensive induction programmes for new principals, most of the attempts at improving the quality of education in developing countries will remain a pipedream" (1996:410).
In the higher education context, Middlehurst (1995b) stresses a necessary supporting framework for management and leadership development through courses, seminars and workshops. He maintains that although the new heads are not exactly without management experience of some sort, but for many individuals the entry to senior posts involves a transition from operational to strategic management levels (Middlehurst: 1995b:106) . Therefore an assessment and provision of relevant 'competence' becomes essential to ensure optimum performance and effectiveness from this transition.
Pakistani Context
The education sector in Pakistan, according to my study, is conspicuous by virtue of the dearth of literature on management development, and also for lack of development facilities for educational managers in particular. A strong emphasis on this need has been voiced in government reports and by occasional educationists (Iqbal:1981; UNESCO: 1981; UNESCO: 1984) from as early as 1959 (Report of the National … :1959), but it was virtually by the mid-seventies that the government began to realise the economic realities and the after-effects of quantitative expansion of 'higher education minus quality management'. In 1980, a UNESCO meeting of the educational administrators and key personnel from eleven South East Asian countries was held at Seoul to discuss "Innovations in Education". The major emphasis was on the preparation of principals, heads of schools, administrators, and key-personnel, who could introduce and implement those innovations. This reflected an understanding of the fact that without developing the skills of the people immediately responsible for delivering education, improvements and quality could not be achieved. This meeting was a formal acceptance of the importance of institutional management and the need to develop it. In-depth discussions were undertaken to identify the issues and to prepare guidelines for the training of key-personnel (UNESCO Report:1981) . The signals from the World Bank that "money is not and will not for a long time to come be available for everything" (Hulten: 1986:12) increased the demand for effective management. Hultin mentions the World Bank's education policy paper for 1980 which suggested along with other things that:
"the education system should try to achieve maximum internal efficiency through the management, allocation, and use of resources available for increasing the quantity, and improving the quality of education" (1986:2).
In spite of a large expansion of educational institutions, the situation in Pakistan in the 1980s was summed up as:
an increase in unemployment, particularly among unemployed graduates; non-exploitation of national resources; a general decline in the quality of education; a large shortfall in the availability of scientific manpower; and absence of an integrated information system to co-ordinate higher education with national manpower requirements (Faraj:1988) .
Such findings unveiled the disparities between policy-making and implementation. Criticism from within the country, and from the foreign funding bodies resulted in a shift in government policy, emphasising the role of education in developing manpower for different levels of the economy and the role of institutional managers in achieving these objectives. This directed focus on educational management which was further reinforced by the findings that inadequate management, lack of familiarity with the task and lack of trained management personnel (Hayes: 1987:78-97) were among the causes of deteriorating academic standards and the failure of educational reforms.
In Pakistan, policy making and planning work in a linear process, from top to bottom, and those planning at the top are mostly unaware of the realities of the actual educational situation, or of the implications involved in the implementation of educational changes (Iqbal:1981; Hayes:1987) . The recent trend towards institutional autonomy in several countries found its way in Pakistan as well, but only at the experimental level. Following a World Bank Report (1989) for Pakistan, "to consider the current circumstances and future development of education", which recommended that "some colleges should be accredited with full operational autonomy", four prestigious institutions, male and female, in the province of Punjab were declared to be 'autonomous institutions', mentioned above. A study carried out by Zafar Iqbal and Lynn Davies in 1992-3, to evaluate the early impact of these changes expressed the concerns of the teaching staff about the whole process (Iqbal and Davies: 1994) . They also wrote that senior management and staff perceived no evidence of finances coming to the institution from any source, except government funding and feared financial difficulties as the major stumbling block to any progress towards real autonomy. Here, lack of relevant competence proved a stumbling block in the management of change.
The argument develops that if the senior management of these institutions had been trained and developed in view of the intended goals, this grant of autonomy might have worked better towards achieving improvement of the finances, and the quality of education, as is happening in the developed world. The practice of imposing a situation without working out all the details, and without preparing the key personnel responsible for managing it, meant that even the best plans could not attain the desired goals. Moreover, the world wide economic recession has imposed restraints on budgets. A country such as Pakistan can hardly afford to put huge amounts of money into education 5 as it was in the seventies, without some quality assurance and making education responsive to economic needs. This highlights the need for management of resources and change.
In addition to that, a major area of development in the present day context is interpersonal relations. "It is not only useful in policy-making, planning and conduct of activities but also develops political skills such as the ability to understand and develop power relationships or build coalitions" (Kotter:1988) . It is a socio-political skill which enhances the support of those "above and below us". In Pakistan, political changes, power-play, and corruption, coupled with socio-cultural pressures 6 make 5 The educational expenditure in Pakistan is a little above 2 per cent of the GNP (UNESCO Yearbook: 1995:1-5), which is very low as compared to other developing countries. 6 Robert Kiltgard (1979) in a study carried out in Karachi, and Adele Jones (1991) , in research conducted in Peshawar, Pakistan, refer to this corruption and power-play permeating through the educational context, although not in direct reference to institutional management. management a hard task in itself. In the circumstances, it can be argued that professional competence and development of management skills in the relevant areas might improve the ability and effectiveness of the college heads, adding to their strength and confidence to manipulate interference in an effective way to achieve the target goals.
One more problem area is finance management. In my study, headship was perceived by the heads as finance-centred and control over money. Interestingly, even those college heads who opined that management was learned in the field insisted that training in finance must be provided prior to appointment: "The department should arrange for training in finance. It is a skill. If you don't have it you incur a bad name ----that you have swindled, that there is a fraud; even if you have been perfectly honest. It is a punishment for not knowing. Keeping a check is very demanding …." (PM2).
The emphasis on finance training seemed to arise from a shared belief that "as long as you do not know a job yourself you cannot make others do it for you properly. Your subordinate will work better if he knows that you know it" (PM5). Besides a 'broadening of vision' (Middlehurst: 1993; Greenfield: 1993) , managers do need "a balance of technical, social and conceptual knowledge and skill, acquired through a blend of education and experience" Mullins: 1995:681. Lyons suggests three areas for management development:
1. substantive concerns-both theoretical and research; 2. socio political concerns-policy-making and resource allocation; 3. technical professional concerns-planning and conduct of activities.
An awareness of these issues is increasing in Pakistan, but still the development of educational administrators remains a neglected area. According to the institutional heads, coming to this job without being prepared for it reduces job-effectiveness, delays processes, and increases possibilities of errors and omissions. My research participants emphasised the need for comprehensive, pre-induction training. Learning-on-the-job was described as a hard and distressing experience: "There should be training facilities. Although I never had any training, I think that there are certain things with the changing times, that we do not understand. Training can bring an awareness of new things and developments. …. It can make our job easier" (PF4).
However, development and training of institutional heads appeared to be a peripheral issue in the policy-making-politicians' domain, in spite of emphasised importance of the higher education sector and its admitted relationship with national development. Policy-making or absence of relevant policy making emerged as a political phenomenon 7 . According to the concerned managers: "Our resources are limited and also there are political compulsions. There is demand and need for staff development. It should be given priority. But when a politician (in power) says 'give a college to that area, or upgrade that inter college into degree or science college', our meagre resources are diverted towards that. …….. Politicians have their own priorities. Even officers in our positions, are not the real policy-makers; it is the politicians' domain" (PSM4).
And often this domain is mismanaged itself. Even when policies are formed in policy statements, these fail to materialise because of the issues of pragmatics, feasibility, practicality, implementation, etc. The requirement is that policy-making should be treated as a professionals' domain, and those who are to implement these policies -i.e. educational managers -should be prepared for this task. Ignoring management development in this large public sector will ultimately be a national disaster.
